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How shall the contributions of psychology be fruitfully applieiffﬁi
to ﬁhe problem of teacher education? Many teacherieducators will agreé
that insights drawn from psychology have relevance for teachers in
training. Unfortunately, most Di these same educators vill:édmit Wé.
haven't found the delivery syétem thét will bring the insights to thé
protlem or the problem to the insightgi '

In a provocative book for teacher educators Eﬂtifled Teachers

for the Real World, B. O. Smith asserted, "The teacher studies theories

that lead 1 1Gwnereg then does his teachlng w1th llttle theoret1cal unaerif.f;)l
standlng of the situation he meets.  (Smith, 1969). In a 51mllar v31n,  "fﬂ'
Fuillip Jackson may have spoken for ﬁany of our students when he ncted ,;.,‘.“'
- that the teacher . . . "may discover that he has learned more abcut
alligators then he needs to know." (Jacksan, 1969, .p. 172) e
& a more persgnal.level, three related problems have’ pié&éﬂt{“”f“"’r

difficult for the writer in his work 'as a teacher educator; 'Oné purpaée;

- of thls paper will be to examine thgse dlfflcultles in l;ght af a’ new

”-ecncaption.@f the'thearetical and thenpractlcal, A.Hecana purpase w1ll f-“*":

b, to extend the 1mpllcatlons of this“re—éppraisal and to’ aescrlbe a:"'

' ,currleulum cfferlng for teacher yralnees based on these 1mpllcatlons..f'i

fié Speclfle Tralnlng Problem
In helplng teacher tralnees examlﬁe the teacher 8. rcle ;n the'ﬁ%

'5flearn1ng process ttg follaw1ng three related prcblems have prcven traﬁble‘

<“Hlﬁfisome._ Flrst, the 1ay ccnceptlén cf the theoretlcal as the bi-pQTarfv
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. enough to indicate that teachers in training may have féaa Jehn ﬁew&Y‘s__
reminder that a theory is extremely practical but they remain unéoﬁvinéeé,-

A second problem enécunteréd:is'the difficulty in prcviding ~
'school based illustrations which add vividness to the study Df‘thé |
learning process. The answer to the question, "How do you teach mathe-'h
matics?" must be based on the responses to the question, "ﬁsw_dq'you~“
learn mathematics?" Both quéétioné require an examination of learnérs
in the process of learning. |

A slightly different version of the second problem ié ﬁhe pleé cf?!(L; fff
“the teacher trainee for content relevant to his or;her subject'iattgizl
area, While the uniqueness of the learning pr@géss'fer.eacﬁ disciglina;,f
may be questioned, this awareness shoﬁld represent an outcome Qf a lj

training experience; not a prerequisite for it.
A third problem is the difficulty involved in aiding the teacher <

trainee in an examination of his own assumptions about the 1earningx"

» prccess. A %eacber trainee is not an atheoretical being; Rather he has 'Lj

_some VLeWS of” hcw ;earnlng takes place but they may be 1mp11C1t or .2

. . explicit; confused or clear. The task 15 nat chlefly one of teaching thej
”';?jtrainee & theory of 1earn1ng but rather hélplng hlm examlne hlS owm fF;,,
';;mpllclt theory in llght of emplrlcal ev;denge and alternate ccnstruétlonsi?
of the learnlng pr@;ess., | Lo | = L

"'5:5From Theory ta Eractlce. A ReaPPralsal

At a more general level the three prablems may be ecnceptuallzed

:ﬁ,fln e1ther af twn ways.q l) What 1n31ghts can we derlve frcm a study c;

cacher -eéw:-‘.ati;-@n?. 'f?%‘,:. )

‘ffpsychalagy whlch.have relevance fa




- uf_
do teacﬁers néed ﬁé cope with prcblémé in teaching éﬁd where éaniwe gc‘
for helg with these problems? The'differences between the alternate
constructions of the probiem are nof trivial. They have their roqts:,
in our traditional stance taward the theoretical and the §racticai
within education. Furthermcre, the differences between these appr@aches
to the problem of pedagogical training have important rammflcaticns for o
determining content and method within a teacher training program. ILet
us examine those differences more closely.

Schwab has argued that the field of curriculum will contribute

to the quality of American education ". . . only if curriculum energies

arc_in large part diverted fram theoretic pursuits . . . (emphasis mine)_  : G
to three other modes of operation. These other modes, which dlffer,,
- radically from the theoretic, I shall call, following tradition, thei;

practical, the quasi-practical end the eclectic." (1970, p. 2)

This is not the voice of the Practiti@ner who has missed the subtle

relationship between theary and practlce. Nor is the attention drawn t@vf

- the practlcal realm to be dlsmissed as¢3ust ancther cry for. relevance
_Schwab's argument is well reascned ana 1mpcrtaﬂt fér our GGnSldératlﬂn S
here. Schwab . argued the theoretic differs from the pract;cal 1n fcur ways.
1) Their prablems erglnate from dif ferent sources, 2) théir outccmes are
qualltaxlvely dlfferent 3) the tﬁearetlc and tha practleal have dlstlnctly
- different subject matters and L) they use dlfferént methads,=;f?%.
' KEeplng in: mlnd the prdblemsvcf the teacher educatcr 1et usvlack_
briefly at these fcur dlffErences. e

_;,interface between the kncwn and the
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and people. Prﬁctical'problems consist of conditions which one feels

can and showld be changed. Surely, the problems of the teacher can be
viewed as being of practical origin, Each teaching act represents an‘
attempt to alter a set of conditions which the teacher feels can and
should be changed. The conditions to be changed might be pushing out

the classroom walls or pushing back the frontiers of ignoranéé but the
origin of the prablem continues to be the practical realm. |

Schwab's second point deals with the differentiel outcome of the  1

theoretic and the practical. While the thecretic is concerned with
knowledge the desired outcome of the practical is a decision.: Kncwiedgé:
is presumed to be correct, generalizable and durable, Decisions are.
judged as better or worse than alternative decisions, freqﬁegﬁly are cné;'
of & kind, and lack permanence or generalizability. 1In aggliCQtiDn'tc_
- teacher training the designation of teacher as iecision maker fatheivthaﬁ-;";
knowledge seeker appears more gppropriate. The minute by mlnute 1nter=l;fi

‘actions call for rapid decisiocns by the teacher. Frequently, the, 632151ons i

‘are time bound and siﬁuaticnallj speeific which have dei;e@ resgarche:si-'

_best efforts to order and eategorlze those declslgns. “ | o '
The third dlfference noted between the theoretic and the pract;calﬂ

€ !deal§ Wlth their subgect mat+ers. Thu gubject mamter of the thecretlgrls

"assumed 4o be wiversal (e. g-» mass), extenszve (e g., 1gneous rock) or.

L5;perv351ve (e.g., electians) The theoretlc studles 1ts subject matter

“ fas if tlme and Chaﬂglﬂg c1rcumstanees were. of 11ttle lmport ‘In marked,
o contrast, the subgect matter Df the practleal $s partlcularlstlc and]

:amgle, the teacher may face a

':  hlghly susceptlble tc change Fcr¥

vel 1n a partlcularrstudy“hall'w1th

,ﬂnractlcal problem Gf a rlslng nal
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| in her class. She may consider aiternatives'sﬁch as traﬁsfeffing thé - ¢u“
“boy tc a room’ fcr emctlanally alstufbed chllaren or seeklng psychlatrlci
 tést1ng and therapy fcr the boy. Theae alternatlves may requ;re sc mucht
i‘effort and tlme that the teacher ncw deflnes the prdblem as ene of i
f’laarnlng tc acccmmcdate her teachlng tc the actlng aut behav1or af a;

?_'fifth,grade,bey 1n‘her,rs®m_"

certain students after the principél made an announcement regarding
g udent suspensions, : —
Flnally, the theoretic and the practical differ 1n the matnods

used to achieve their differential aims. Theoretic methcds are

- characterized by their use of a prineciple. The guiding principle of

inquiry shapes the problem, directs the data gathering and aids in the -

interpretation of the data. The practical method 1s not one of 'a
guiding principle, but rather a spiralling sequencé,af behaviors which
moves from a vague feeling of diéc@mfart with existing conditions
through alternating data gathering and problem shaping cyclgsi At
some point in the process the practical.-methed.turns toward a search
for solutions snd away from a problem identificaﬁian stage. In this
second phase alternate solutions are considered, cost and.beneflts arev

estimated and feasibility of the solution is considered. At this p01nt""

' however, it is thEWbrthy that the practical method again differs fram;ﬁsﬁl

the theoretic. As solutions are considered the task of problem -

definition may re-emerge. As an example, the teacher may begin with |

a problem which involves the acting out behavior of a fifth grade bay;"'"’f*'
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In summary, problems in teaching can be argued to be "practical' - -
ones. Their‘oréginsrstém from the interface between states of affairsr
and people, their outcomes are iecisidns_béséd on particulariétic

subject matters and their methods follow no strict guiding principle.

What then, shall be the role of theory in teacher tralning which
takes decision making as its des;red outcome? Sehw&b speaks to thls
point as he discusszed the eclectic mode of operation. The eclegtlc o

" . recognizes the usefulness of theory to curriculum decisi@n, takes

account of certain weaknesses of theory s ground for decision and

provides some degree of repair of these wealnesses.” (Schwab, 1970, P- 10)7
Theory can contribute to decision making in two ways. TFirst, theoryﬂﬁg;g'

can function as a body of knowledge to provide the decision maker soma-

- information about the process under consideration whichbhe need not @btain *
first hand., TFor example, Skinner's learning thecry provides knowlédge'

';about the effects of immediate reinforcement which need net be. obtalned

"each time & teacher considers a aec151on regardlng a teachlng strategy.-

Second, theory provides a- set cf concepts which pr@V1de a-

Coela

language system to discuss the practlcal prcblem In thls use of thecry
Sklnner g concepts of operant and respondent Gthltanlng énable the:;
;lteacher to dlstlngu;sh two sets of benav1ors Wo gulde for actlon 1s‘
illndlcated by this alstlnctlon, %he teacher is s;mply alded in herl;j
7 v1dent1f1ca$1On of the compcnents gf the practlcal problem by the uée af

.fexlstlng categorles.

The Weaknesses cf theary are described bY Schwab as.J l) 1n— -

"rvzew.é A thecry is aeslgned ta 51mplify
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and one cost of simplification is omission, TFor example, a purely
cognitive learning theory cannot cope adequately with emotional needs.
Paertiality of view occurs as & particular thecretical system bzcomes
so exclusive that alternate constructions of the same phenomena are
unlikely to be entertained. For example, a theory explaining teacher
behavior totally in terms of individual psychological need dispositions
is unable to entertain seriously the concepts of norms, group dynémics ,
and hierarchical status. Each of the weaknesses of theory; subject
matter incompleteness and paitiality éf view, tends to limit the value
‘vatheory in dealing with praetical’issues.
Schwab detailed the contribution which eclectic operations can
make to ameliorate the weakness of theory as follows:
Eclectic operations repair these weaknesses (to some
o extent) in two ways. First, eclectic operations bring into o
" clear view the particular truncatlon of subjeet characteristic e
of a given theory ani brings Lo light the partiality of its
view., Second, eclectic operations permit the serial utlllzatlan
.or even the CDHJant utlllzatlon of two or more theories on ..
practical problems. The first consequences of eclectic, even
without the second, at least enables us to know what we are
~ doing (and omitting) when -we use. a theory in practical situations.
The first and the second together enable us to make scphlstlcatéd.ﬁ

use of theories without paying the full price of th31r 1ncamplete-
ness and partiality. (Schwab, 5970, P, 12) LA

* Based on “the f@regolng dlscu351on, the follcw1ng 1mpllcat1ons for

teache* educa+lan can be drawn.

';pat.kncwledge.rﬁﬂ
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b. Decisions Ebéut teachiﬁg aré couched in pﬁéticulafiétic.
settvings with limited generalizability.
¢. The origins of the training ﬁroblems flow from the:inﬁef-
face of conditions and people.
d. The method of 1nqu1:y leading to d52331©ns‘about teachlng
does not lnyclve firm, guiding principles. . |
2, The caﬁtribution of thegry to problems in the pfécficai realmf o
needs to be understood in terms cf'ggzg its constructive and vii}é#ingﬂ
elements, | |
3. Eclectic operations are reéuired in dealing wifh‘p:bﬁleﬁgi: 

emerging from the practical realm.

An Appr@ach tc the Problem

‘The three problems described earlier may now be re-stated as gaals f

fcr teacher educatlen experience.

SR SR ST AR A S

leA Te provide school based 1llustratlons éf thetlearnlng.Fracess{i{%‘

: 23; Tc help teacher tralnees make expllclt the1r own assumptlons
'l‘abaﬁt the learnlng process; R e
- 3. ‘To aid teacher tralnees ;ﬁ.an understandlng of the rcle af
’:ﬁftheory and practlce in téschlng.- | 7 o J

The fcllcw1ng sectlcn 1s devoted tg a descrlptlon of a currlculum

iV”cfferlng d231gned to achleve the foreg01ng goals., The ratlonale far ther

fundertak;ng was based upon the analy51s @f the theoretlc and the pragtlcal
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subject matter areas (Foreign Language, Art, English, Mathematics,

Science, and Social Studies) with a subject matter coordinator -
respons;ble for the methads lnstructian in each of these areas.: Methods‘
seminars meet weekly threughout the year and focus. on currlcuium devel st

ment, teaching strategles, dlscu551on of schcol observatlcns, and plannlng,w

_far the internship éxperlence.' in addltlon, to the caurse work in the

subgect dlsclpllne and courses in Soclalogy of Educatlcn and Psychol@gy

of Education, it was decided that the writer as gsychologlst ;n r651dencel' f7

v

" would develcp three week experlences Wlthlﬂ each methods seminar to fccus 
upcn the Pracess of learning that partlcular dlsclpllne.

The fcllaw1ng three week unlt Was . deszgned and lmplemented forl;!

-each subgect meatter dlSCLFllnE ' The detalls are glven for the Far81gn

;Language semlnar but the act1v1t1es remalned bas;cally the same fcr ather

’subgect matter areas with twn exceptlcns. l) the V1deotapes were drawn

'f_ frcm the partlcular subgect matter under d;scusslon and 2) same varlatlon'

',;n the readlng materlal Was made ta take advantage af relevant pa@ers

fccnsxaered more approprlate far that:partlcular dlsclpllne.'

WEEK GNE. TW@ papers Qn le, ning thecry were alstrlbuted prlar

ERIC

{AFulToxt Provided by Exic [




guiding question for the viewing wés} "Wha% can you determine from’

- this lesson about the teacher's view regarding the learﬁing @fvfrengh?";
Following the viewing of the tape, %he teacher trainees‘aitemgted to
construct the video teacher's impliecit learning theory compiete with
examples to buttress their arguments. On several occasions brief
segﬁents-of:tapebwere replayed to clarify misunierstandings.' At\tﬁis
point comparisons and contrasts were drawn with the reaiings and attempts . ..
were made to make assumpﬁlons expllclt in the students' grcwing.aware-,f};,&—

ness of learning theory. At the conclusion of the first semlnar, three.ﬁV

final readings were distributed: Skinner's (1954) The Science Qﬁwpeatnjff“

ing and the Art of Teaching, Ausubel's (1967) Learning-ana Classrooﬁ S

Wszychclcgy of Learning and _the Teachlng of Science and Mathemailcs. Thei;

’17Shulman Paper prcvlded an cpportunlty t@ eap the gamparlsons and ccntrasts

i

V;;Whleh the group had made cf the Bruner and Gagne 9351t1cns._ The Sklnner

5:and Ausubel papers weula fcrm the bas;s for the seccnd semlnar s 0penln‘

i . -‘
d;seu351on. o

WEEK TWO. | The separate'pasitions'éf Skinneffand Anéubél7wéré7

',dlsgussed and a much freer comparlscn of all thé theoretlcal papers arose

'“Tdurlng the secand se351an.' Aitempts were made by students to defen& a

bf part;cular theoretlcal POSltlQﬂ ln regard tc far51gn 1anguage or to E

SA

v¥3?a$tack other positlons g

It became apparent tham taklng a stance regardlu




‘7nFollow1ng the tralnees spegglaticns as ta hcw the teacher may haVE respéﬂde_

o to. the qpestlons, the - VT regcrder was agaln turned on. to revea; the V1dea.

3~ ;percepﬁ1pns,

- - 12-

while the audicelingualists defenged Bruner. Tuwo geing were noted at .
this point. 1) A growing gwarenegs of a set of conceptsAthat could
communicate something important about the learning'graeeés'and'g) the
'complexvintéraction of lEarning-theéry; fype of subject mattér.cénteﬁtg
nature of the learner and aims of education. | N
Following this he of discuésicn, & second &idecrtape of a
French glass was presented_l Again, the aiﬁ was tc.éetermine the.videe :.
teacher's implicit 1eérning thécry; Following the viewing; the teacher
trainees were asked t@ spegulate regardlng the video tea&hers ijecﬁlVES.
'for the 1&35@@. In short, “Haw would the teacher respénd if we were to14 "
'aék her what'%ére her .objectives and hcw‘she planned to reach th@se  -'”g  4:7"*”':.5

- objectives?" The shift from the mcré general "1mpllclt learn;ng thacry

set prior to the viewing and the more .detailed "abgectlves and means af

'f:implementing thase’objecﬁivgs WEE e deliberate Dneﬁl Ithas-anfattemptﬁi'ﬂ

  tc dlseuss aims, ObJEQthEE and mEanS w1th1n a thecretical ccntext f;w f*"

 teacher respondlng tc the very question dlscussed earller., The comparlso

;‘of student speculaiions anq teacher respanses sparked a mast stlmulatlng

'-dlscu531on both where there Were matchés as well as mlsmatches cf
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At the conclusion of thavsecdnd seminar, the trainees were
asked to think about the nature of theirjsubjéet matter andvthé various .
positions taken regarding the learning process to prepare for:the'final :
seminar. No additional readings wei'e recommended. | |

. WEEK THREE, The final geniinar began with the writer pqsing'_a

set of questions addressed to the theoretical positions presépﬁédj |
earlier. The usual questions posed were:

1. For each theorist, what is being learned?

2. What are the condifiong which each theorist would idéntify -

a8 critical for learning?

‘3. What.-is the role of reinforcement for each thecrist?':.q

k4, - What teacher role is 3nd1cated by each thecrlst?'v .

e e BT P

. One lntent of the questions was sharpen the s;mllarltles and
"differences amcng the theoretlcal 9031t10ns, For example, the first

”qpsstlcn regardlng learnlng auicames brought the dlfferences 1ntc sharp

e e on st o

Aurgllei Students 1mmed1ately sensed the futlllty of asklng WhD 8 rlght@

Af when camparlng Bruner and Gagne

The seeond-lntent of the questlons and the one whlch was . cruc;al
 &)“ta the entlre exper;ence was to 1ntrcduce the contributlon of the eclect

=mode tc the se;ectlon~af teachlng strategies The flnal culmlnatlng

TJi}?dlscu351un focussed upcn the relatlf:/gantr;butlcns Which each theéretical,

59031t10n could.make 1n tbe dec151cn mak;ng ‘prccess of seleetlngia teach*ng
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The teacher trainees and the subject matter cacrdlnator were

relied upon for an analysis of the;r disecipline and the 1mpl;cat1ans

of this analysis for selecting a viable model for 1earn1ng and a-"

% matching teaching sfrategy based on this learning model. Stu@énts_

g began by comparing the teaching of grammatical structures with

i traching cenvefsatiﬁnal French. The differing outcomes were seenrtg1  ,

E require differing assumptions as to the implied learning process. The

%. -'original question, "How do students learn 1anguages?";'was’fEPh;agédvin f'
i & much more sophisticated.manner by the trainees. They were noﬁ

é analysing their discipline in a way which Ercught their.awn imﬁiici%,.

thecrles of. learnlng .0 the fore. The dlscu351on at this palnt of the

A
:semlnar was carrled heaV11y by the tralnees and thé cocrd;natcr Whlch
é-‘5 :"" pégmitted_the writer to fade out af’the discu551o§;t>

li,pisggssian

What was gained frcm thls exparlence*

Flrst and not unlmporﬁantly, the sLudent respanse Was - very
¢

1 pa51t1ve. Strands cf the three week unlt were v1sible thrcugﬁout the,

L=

: year as students crganlzed thelr wﬁrk in curriculum plannlng and mater a&S'

’;praductlcn.;

Frcm the 1nstructcr '8 perspectlve there were flve galns whlch ccu;d

'Full Text Provided by ERIC ‘:
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‘dual advantages of realletle clesereem gettings end subgect egeelile
details were helpful in prov;dlng a common context on whlch te bu11e
Second, the Qppertim:_ty to @ew 1nferenees about the video tepe ‘
- teacher's theeretleel biaeee helped etudents make exPlie1t their own

1mpllelt views ef regarding the learning process.

Third, the impetus for discussing instructional strategies came .

from a practical problem rather than an abstract theoretical frame. ..

. Students were forced to understand and rationalize a bit»of_e;eeefeom jﬂ*;:f

. behavior which engaged them in develeping insights 'rather theneenlyjﬂffﬂiff;
1neerperet1ng eﬁher pe0p1e 8 views.

Fourth the role of the eeleetie mode to feellltete aeclelen

7 making was made evide'" Students eppreaehed a Practlcal preblem w1th
nie verlety of v1ews to enehle +hem to eheese a pertleular teeehlng etrategyl

" Rather than VleW'themsElVEE as cegnltlve eurueture theer tleene, e

' behavzorlstle leernlng tnearlsts, the emphee1e was upen meklng e

'f‘defenﬂible deelelen baeed upen ee menj elements of.the preblem es cculd

“’be determlned._”'

f'i Releted te the use ef the eeleetlc mede is e flnal g01nt Whlc_

:emerged frem the experlenee. Students were helped to 1dent1fy the b

,ffaetere whleh muet be een31dered in. fﬁture deelslen meklng CthGES:

uf'regarding 1netruetlcne1 etremegles G*anted thet e declelen 1eek’”’

A FulToxt Provided by ERI
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| tc'deﬁena upon. the ievel of understéndipg of the leérnerj the»natuie
of the subject matter being taught, and the anelytical skills Df the
teacher. | | | | |
One perszistent shortcomlng was noted in each of the group settlngs.
No opportunity had been scheduled to permit ﬁhe trainees to devel@p a .
lesson plan, choose an lnSLructlana;Astrategy.con51stent with>that_*"

particular lesson and ﬁhen:ﬁeach that lesson with the instructor ‘

avallable for a cr;thue. Each series of seminars agpeared to bulld ta
a peak where it wnuld have been natural to move into a mlcroteachlng

lab@rat@ry and then into =& naturallstlc ¢lassrcemi ‘These plans are

incorporated into this year's plans to enable a mcre-realistiéutgstiﬁgv_,L" 

of thé a@praéeh.'

Impllcatlcns

The majoxr 1m;11catlon Df taking serlcusly Schwab 5. distlnctlon

rjf_batWEén the thearetlc and the practlcal cculd be v1ewed as.a dlrectlcnal

' fstép 1n the coming of age of teacher-educatLOﬁ as an spglled science. ;be;ﬁf

LA

o too long, teacher educatcrs have a@clcglzed far thelr concern for Practlcef?”

, by taklng elther of two stances, both of whlch are here argued tc be i

1 r1ndefen¢1hle:. One defense has been ta hlde bahlnd teachlng as. an art

;{;whatever that mlght meaa. Teacher educatars have shared the practitloner 8

. blas agalnst the theoretlcal but have had nothlng substantive to bulld

- ugan except a denlgratlon of theory Qr ‘a retraat ta teachlng as art.

'AAseccnd‘defense cammgnly em] }oyea by teacher edu t“

o p——




='fi7 -

| one theoretical PGSltiOn 50 t;ghtly that 1t suffeorates and other POLntu
of view are unnoticed. In either case the search for the H@ly Grall
continues; Toward a Theory of Instruction becomes not arpassing fancy
but a way of life. To take sericusiy the differencéé betweenA£hg”'
theoretic and the practical requires a break in the circle'gf‘thaﬁght-lA
which assumes thét theory leads to practice which feeds back iﬁﬁa e

theory which leads to improvement of practice. This tight circle

origin and method of inquiry which differentiate teacher education ffdmrifﬂff7f'

theoretic pursuits.

The spec1f1c 1mn11cat19ns for teacher. tra1n1ng wh;eh résult from T

the Vract;cal focus can be only suggestlve. One pD551b1l1ty lS the -

extension of curr;culum offerlngs of the type descrlbed 1n thls paper

“to éthéf prablems in teacher tralning. For example, rather than the

‘usual course in develapmental psychclagy, ‘an experlence could be 6351gneaf@lJﬁ?“

‘whlch deals w1th the more practlcal concerns wh;ch Tace teaehers. Rarely
'_do teachers require a knowledge of developmantal psychalcgy Eer se,,w
mcre typlcally they need tc make a practical declslon whlch 1nvmlves ‘a

‘_-dEVElop;ng adolescent An experlence whlch grows cut cf a practlcal

1n the same way that tha

context cculd be examlned and maﬂe ratlonal




evaluation of learningiean'bé appréached‘by dévelcpingaecisicnbmakiﬁg 

skills from the practlcal context. o o - ’
The questions posed early.in the paper c@ntrasted a theerth . ]

origin and a practlcal orlgln for the raw material of teacher educatlcn

The writer shares with Schwab the plea to divert our energles from the

quest for the theoretlc to the search for the practlcal Oné:hepes-  ff,uf

that as teacher educatcrs we are secure enough to admlt we seek

d;fferent autcomes tc dlfferent problems with dlfférent meth&ds thani 'ff,:“

ouxr thearetic ccu51ns.'
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